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Abstract 
 This study evaluated the effect of communicating expectations with students on their 
achievement in writing. The study was done within four, second grade classrooms. Ninety-one 
students were evaluated – fifty-one males and forty females. All four classrooms were within the 
same district and elementary school building. The results of this study showed significant gains 
in the experimental groups in all areas assessed when comparing the baseline data to the first unit 
of writing. When comparing the baseline data to the second unit of writing, the experimental 
group showed significantly larger gains than the control group in two of the areas assessed as 
well as the overall score.  
 Keywords: learning targets, teacher expectations, student achievement, rubrics. 
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Chapter One 
Introduction 
 The principal announced that staff should meet outside, on the playground, for a 
staff meeting. Most staff meetings take place in the cafeteria - blinds down, doors 
closed, and projector on. Hesitantly, K-5 teachers walk out to the playground. Standing 
outside was the principal, a bin of water balloons, and a red target on the fence. Each 
grade level team sent one member up to toss a water balloon, aiming at the target. All 
but one teacher aimed at the target on the fence. Only the teacher who threw his water 
balloon at the principal had aimed at the correct target. How were the rest of the 
teachers to know what the correct target was? The principal never specified.  
 Although this seemed strange to many of the children and families watching 
from the playground or parking lot, this activity illustrated a peculiar practice that 
teachers have implemented for many years. Since education first began teachers have 
created standards, essential learning targets, lesson objectives, and other expectations of 
students. They then created assessments and rubrics to evaluate whether or not students 
had reached these “targets” or goals. How were teachers communicating these learning 
targets? How many elementary students could tell you the learning targets at which they 
were aiming? Teachers today are beginning to expand these ideas by trying different 
instructional strategies to communicate these expectations with students. 
Purpose 
 The purpose of this study was to evaluate the effect of communicating 
expectations through the use of rubrics on student writing achievement with second 
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grade students.  
Hypothesis 
 Students who are explicitly instructed on expectations to guide their writing will 
score higher on writing performance assessments than students who do not receive 
explicit expectations.  
 To test this hypothesis the researcher compared student results in varying ways. 
One set of results from a classroom where expectations were not explicitly discussed 
was compared to results where teachers explicitly discussed expectations with students 
throughout the learning process. In addition, baseline data was collected to compare 
overall growth for the experimental and control groups when looking at the two units of 
writing studied. 
Background 
 Learning Expectations. 
 Much research exists specifying ways to communicate learning expectations 
with students. Summarizing, writing on the board, or telling students learning targets at 
the beginning of the lesson all led students to a better understanding of the path they 
would take as well as the place they needed to go (Moss, Brookhart, & Long, 2011). 
Effective teachers clarified the expectations in written form and communicated them to 
students repeatedly throughout their lessons. Some believed students needed 
expectations written out for them to see and review (Hanley, 2013).  
 Overall, students need to know what they are expected to learn. If a student is 
unaware of the ending point, they will not be able to make purposeful decisions and 
apply learned strategies to get to their learning target. Many studies referenced driving 
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somewhere unfamiliar without directions or a map. How likely is it that you would 
arrive at your destination? How would this effect the length of your trip?  
 Although studies give differing methods, many studies agreed that students need 
explicit descriptions about the end result desired by teachers. Students need criteria in 
order to purposefully plan and select strategies to implement, moving them toward the 
expectation. Studies also stress the necessity of referencing these learning targets daily 
and stating them in student friendly language during instruction.  
 Much research exists to support the effectiveness of communicating learning 
expectations with students. When students are simply following the teacher’s directions, 
they are not gaining knowledge that is easily transferable and applicable between 
multiple settings. Conversely, students who are aiming for known learning targets are 
acquiring skills beyond recall. When students decide what skills and strategies to use to 
get to the end result, they are “pursuing” learning as opposed to just “answering” 
questions correctly (Wiggins & McTighe, 2005, p. 58). These targets create an 
“umbrella” for learning that connects many tasks and skills that the students are asked 
to practice and master leading to a more rigorous, transferable body of knowledge.  
 Literature emphasized the increased responsibility that students take for their 
learning when they were aware of their learning targets. Students were noticeably more 
motivated and engaged in learning. Students were better able to set personal goals to 
help them reach their target when they could compare their current achievement to that 
described in the learning target - choosing strategies to get there, and making changes in 
strategies as they begin reaching their learning targets (Brookhart & Moss, 2012, p. 10). 
 Teachers need to reflect on whether or not they are sufficiently communicating 
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learning targets with their students. Asking students is one quick, easy way to find out 
how effective the learning targets are. If you want to know if students understand and 
know their learning targets, just ask! 
 Feedback. 
 Feedback guides the students along their journey allowing them to make 
purposeful choices related to their learning (Marzano, 2009). When students know and 
understand the learning targets, they are able to see where they are and compare it to 
where they need to be. This is motivating for the students and has shown to increase 
engagement and student performance. In addition, with daily learning targets, teachers 
are able to give feedback specific to the one skill that was the focus for instruction that 
day - leading to more specific, targeted feedback.  
 Examples. 
 Many studies express the importance of giving tangible examples of what 
success would look like for students when they met their learning target. Sharing 
student examples and discussing the level of achievement for each one using the 
grading tool, such as a rubric (Moss et al., 2011). Teachers may model what the desired 
behavior, product, or outcome could look like (Ferrera, Goldberg, & McTighe, 1995).  
Although many teachers are both writing and talking about the learning targets, it has 
been found that very few are demonstrating or providing examples, which may explain 
a lack of effectiveness.  
 Rubrics.  
 Before teachers can communicate these targets to students they need to define 
their expectations themselves. Teachers need to have an understanding of what 
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performances will look like on a continuum from basic application of learning targets to 
mastery. Studies emphasize that students need to not only be given the learning targets 
but to spend time defining the targets in their own words, deciding why that is a goal for 
them, and exploring what it feels like to practice that skill or strategy. “It’s not a goal if 
the student can’t envision it” (Moss & Brookhart, 2009). Like other studies, this study 
emphasized the importance of telling and writing goals, but also emphasized clearly 
assessing the targets.  
 Rubrics give continuums of student performance levels along with explicit, 
action-based criteria for each level. Rubrics are a tool that teachers can use to help 
illustrate expectations and provide feedback to students. Students may also use them to 
self-asses their own performance and evaluate changes they can make to further their 
levels of achievement. In some cases, students have created rubrics alongside teachers, 
naming criteria and using examples to describe what each level of success looks like. 
Not only does this make grading easier for teachers, it also informs instruction, and 
builds student confidence levels by naming expectations and giving them access to 
criteria. Rubrics take away the unknowns that often leave students confused, nervous, 
and uneasy. 
Summary 
 Overall, there is sound, consistent, and extensive research in support of these 
practices; however, one important area has been overlooked. There is a lack of 
quantitative research signifying how this communication, feedback, and use of 
examples to communicate learning expectations and targets effects student 
achievement. In addition, very little research has been done with young, lower 
  6 
elementary students.  
 Significance of Study.  
 This study provided quantitative support through quantitative evidence that did 
not exist in the other studies that provided subjective observations, qualitative data, and 
generalizations. Therefore, this study added to the validity behind communicating 
learning targets with students in order to increase student achievement and covered an 
area overlooked by other studies.  
 Additionally, young students were studied who have rarely been studied in the 
past. This gives a better picture of whether or not communicating expectations is 
consistently effective for all students, no matter what their age.  
 But, most importantly, this teaching strategy may have its greatest effect on 
students – increasing their ability to control their learning, pushing themselves toward 
known learning targets and expectations. Overall, it will increase student achievement, 
furthering their knowledge and giving them more control and confidence in their 
abilities, and it is always the students that should drive and focus our instruction.   
Definitions 
 Learning Targets – the essential skills students are expected to acquire, communicated 
to students through grade-level appropriate statements 
Teacher Expectation – what a teacher believes a student should be able to do, often 
based on development, experience, and/or learning standard 
Student Achievement – measurements that aim to represent the student’s ability to meet 
set criteria and directly reflect the students understanding of taught material; usually 
associated with grades 
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Rubrics – a table naming set criteria, used by teachers to grade student work 
Summary 
 In summary, although much qualitative and narrative evidence supports the 
effectiveness of communicating expectations with students, this study made an effort to 
add an area overlooked by comparing the quantitative data of student achievement when 
expectations are communicated to when expectations and criteria are not 
communicated. In addition, it looked at second grade students, an age-group for which 
very little research exists.  
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Chapter Two 
Literature Review 
 This study built on the idea that when students know and understand 
expectations, they will achieve higher scores on assessments. Much literature exists in 
support of this statement. This review looks first at what studies have defined as 
“expectations”. Next, the literature review describes ways which teachers can 
communicate these expectations with their students. Finally, this review summarizes 
research in support of the researcher’s hypothesis that students who are aware of 
expectations will have higher achievement, receiving higher scores.  
What to Communicate with Students to Improve Quality of Writing 
 Many studies were in agreement that daily learning targets should be 
communicated to students. Students need to know “what to learn, how deeply to learn 
it, and exactly how to demonstrate their learning” prior to being assessed (Moss et al., 
2011, p. 66). Similarly, teachers should aim to communicate “exactly what students will 
learn, how they will learn it, and what they will do to demonstrate their learning” (Moss 
& Brookhart, 2009).  Similarly, a teachers and students may ask themselves - “what 
does a student do who ‘really understands’ which he does not do when he does not 
understand?” (Wiggins & McTighe, 2005, p. 36).  A learning target helps define the 
answer for teachers and students – guiding learning and instruction. 
 By supplying daily learning targets to students, teachers are both motivating and 
providing opportunities for students to make decisions about what strategies they will 
use to reach their target. This leads to application and transference of knowledge and, 
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best of all, students are engaged in learning and motivated to learn (Good & Brophy, 
2008). When students are given challenging learning targets, they are “much more 
likely to realize achievement gains and invest in learning” (Hattie, 2012, p. 51). Like 
other studies mentioned, these essential questions require the student to make 
meaningful decisions about which strategies they will use to answer the questions and 
meet the expectations. This, like learning targets, leads to the transfer of knowledge, 
connecting ideas, and deeper thinking skills.  
 The way you present learning targets is important. Learning targets “should not 
be so broad that they are meaningless or so narrow that they limit learning or provide 
few opportunities for differentiation” (Dean et al., 2012, p. 6). Student learning targets 
need to be concise and in language that the students are able to understand and see value 
in (Wiggins & McTighe, 2005).  
 You can compare learning without the knowledge of learning targets to driving 
without a map or GPS. It is difficult to get where you need to go if you do not have a 
“precise description of where you want to go” (Moss et al., 2011, p. 66). Likewise, “a 
vision of the end point makes the journey possible” (Moss & Brookhart, 2009). Finally, 
“Being in a classroom without knowing the direction for learning is similar to taking a 
purposeless trip to an unfamiliar city” (Dean, Hubbell, Pitler, & Stone, 2012). 
Strategies to Communicate Writing Expectations with Students 
 Written and verbal statements.  
 Studies agreed that these learning targets should be written, verbally shared, and 
discussed with students to better guide them in their learning. This gives the student 
more control and ownership over their learning, allowing them to make decisions about 
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which skills and strategies will get them to the end result desired. In addition, studies 
agreed that students needed to access these learning targets in student friendly language. 
Finally, the learning targets should be concise, “the content is organized around a 
limited set of powerful ideas” (Good & Brophy, 2008).  
 These learning intentions need to be “explicitly taught” at the beginning of the 
lesson to guide students and ensure that students will know when they have met the 
criteria. By starting and ending each lesson with the learning target, teachers “help 
students understand how much closer they are to success criteria” (Hattie, 2012, pp. 52-
53). The learning target should communicate to the student what they will learn, how in 
depth the learning will be, and how they will prove their ability to reach the learning 
target (Moss, Brookhart, & Long, 2011, p. 66).  
 “Stating them verbally, displaying them in writing, and calling attention to them 
throughout a unit or lesson” makes them meaningful and useful for students.  For young 
students, many teachers use “I Can…” or “I will…” statements as their learning targets 
(Dean et al., p. 9).  Teachers can connect prior learning targets to the new learning 
targets to help connect to something they have already learned.  Teachers should also 
ask students to personalize learning targets, checking their understanding of the learning 
targets by having them restate them in their own words.  
 Again, sharing learning targets is much more than simply writing a statement on 
the board and reading it to students. Students need to be able to describe why they have 
that goal, what success looks like, and what they will be able to do when they have 
reached the learning target. This motivates students by giving them the reassurance that 
they can be successful and giving them ownership over their work (Moss & Brookhart, 
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2009).  
 Examples of student work from previous classes. 
 When working on a performance assessment, teachers may give students 
examples from previous classes. Giving examples, or spotlight performances of 
understanding are necessities for each lesson (Brookhart & Moss, 2012, p. 12). These 
performance examples show students what the expectation looks like and gives them 
confidence, showing that others were able to accomplish the same task. 
 Through examples, students define specific guidelines about what good, high 
quality performance looks like. Teachers should not only show examples of the highest 
quality, but rather a range of levels and then open it up to discussion, having the 
students define what makes one example better than another (Moss et al., 2012, p. 67). 
One teacher found that when she shared examples of student work, the work kept 
getting better and better. Students discovered what the last class had done well and then 
outdid that! 
 Feedback along the way. 
 Feedback is also an important part of communicating expectations, helping 
students build and grow toward the learning target. Once the students understand the 
learning target, they start deciding which strategies will lead them to the end result. 
During this practice, feedback is needed from the teacher to help guide them. It is 
imperative that “the student is both aware of the purpose… and has a vision of what 
success looks like” (Hattie, 2012, p. 123). Similarly, “feedback provides explicit 
guidance that helps students adjust their learning” (Dean et al., 2012, p. 3). In fact, a 
2010 McREL study found that setting objectives has an effect size of 0.31 whereas 
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providing feedback has an effect size of 0.76 (Dean et al., 2012, p. 4).    
 Feedback should always relate back to the goal and gives students specific 
information about where they are in relation to that goal (Wiggins & McTighe, 2005). 
Feedback needs to focus on actions related to the learning target, something that the 
student can do to help them reach their learning target. There is much research that 
supports the idea that by teaching less and providing more feedback, can create better 
learning and achievement for students. Wiggins and McTighe encourage a “perform-
feedback-revise-perform” model to be used in classrooms (Wiggins & McTighe, 2005, 
p. 154).  
 Modeling. 
 Modeling is needed in addition to telling and describing. The ways which 
teachers communicated expectations was important because when teachers used an 
assessment to show the desired learning, they found that many students were not able to 
connect the assessment to the work they would be expected to do. Half of teachers 
surveyed reported that they tell the learning targets, 24% write and display learning 
targets and only 4% model the learning targets and expected performances (Ferrera, 
Goldberg, & McTighe, 1995). Likewise, 90% of teachers communicated, wrote, and 
displayed criteria and learning targets in their classrooms; however, of those, only 11% 
indicated that they also demonstrated performances that would show they met the 
learning targets for that day. Therefore, modeling may be the missing factor in many 
classrooms that are still not seeing the gains from learning targets that they expected. 
Even fewer teachers are sharing expectations using rubrics, 15%, or by showing 
examples of student work, 13%. 
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 Rubrics. 
 Rubrics may also be used to communicate expectations with students. After 
seeing a range of samples, students can even create their own rubrics. They are helpful 
tools because they show a range of performance and can be used by students to self-
assess their work and make judgments on where they can improve and how they can 
improve (Moss & Brookhart, 2009).  
 Like most tools, rubrics can be ineffective if they are not used thoughtfully. 
Skill-focused rubrics are helpful because they inform the teacher’s instruction as well as 
familiarize the students to the expectations and criteria (Using Rubrics, n.d.). They can 
be used through a process to provide feedback to students; however, this is only true if 
the students are able to understand the rubric and what it describes. Much like learning 
targets, to make them useful, teachers should ensure that there are few criteria that are 
truly important, teachable skills. That way it is easily referenced, which is the most 
important piece to ensure that it is truly helping your students focus and assess their 
skill level (Palmer, 2014). In addition, rubrics should give specific criteria that inform 
the student of criteria they can put into their paper through actions.  
 Students can co-create rubrics using a range of examples. Then, students can 
peer-revise or self-assess throughout their working process which encourages critical 
thinking and allows for more flexibility and creativity. Rubrics also guide teaching and 
learning, communicate expectations, and provide timely feedback (Denton & Meixner, 
2008).  
Effects of Communicating Expectations to Students  
 “The degree to which students internalize and learn to apply elements of quality 
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and standards for performance is fundamental to improving student learning and 
performance, and to educational reform” (Ferrera, Goldberg, & McTighe, 1995, p. 1). 
In order to do so, students must understand what they are expected to learn. For 
example, one teacher asked his first grade student “how they would know when they hit 
that target, and one 6-year-old replied, ‘I’ll be able to explain the difference between a 
square and a rectangle.’”(Moss et al., 2011, p. 67). Not only should teachers be using 
written and verbal learning targets, but they also need to be checking in with students to 
see how well students are able to understand these targets or expectations. Are students 
able to rephrase learning targets in their own words? Can students relate experiences to 
the learning targets? Can students make a plan or map of ways to get to their learning 
targets? Are students able to review their work and assess whether or not they met the 
criteria? Are rubrics used thoughtfully as ways to inform both the teacher and the 
student about the student’s work?  
 One McREL study described nine strategic categories that greatly effect student 
achievement. Not surprisingly, setting objectives and providing feedback were on the 
list with a 23rd percentile gain in student achievement (Marzano, Pickering, & Pollock, 
2001). However, this study agreed that there are still many questions to be answered.  
 For example, “most research has focused on…expectations about individual 
students rather than groups or a whole class” (Good & Brophy, 2008). For this reason, 
this study looked at the achievement and differences in scores, investigating the effect 
that communication of expectations would have on student achievement.  
Summary  
 Again, many studies support the idea that communicating expectations with 
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students leads to higher achievement rates. A common sense approach would lead us to 
believe this to be true as well. However, more quantitative data is needed to support this 
hypothesis.  
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Chapter Three 
Methodology 
 The purpose of this study was to analyze the effect of communicating 
expectations on student writing achievement with second grade students.  This chapter 
gives a description of the participants and setting used in the research. It then describes 
research procedures that were used. Finally, this chapter concludes with a report of how 
data was gathered and analyzed.   
Setting  
 This study was done in a community with a population of roughly 8,500 people. 
This community was 94% urban, located within an hour of the twin cities and 6% rural. 
It was a growing city with a population increase of 34% from 2000 to 2012. The 
estimated household income was lower than the state average at $51,693. The 
community was 95.5% white, 1.3% African American, and 2.1% Hispanic or Latino. Of 
residents ages 25 or older, 91.4% were high school graduates or higher and 22.3% had a 
bachelor’s degree or higher (State & county quickfacts, 2014). 
 Within this city, there were three elementary schools. The researcher was an 
employee of the district studied. As a literacy coach, researching classrooms within the 
workplace made the work feasible for the researcher. The researcher worked in ten-
second grade classrooms within the district throughout all three elementary schools. As 
part of her job, the researcher already spent time collaborating and co-planning with 
teachers as well as observing and demonstrating lessons.  
 The data for this research was collected in four-second grade classrooms within 
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the same elementary school building.  This K-5 elementary school was, again, not 
selected randomly. It was a convenience sampling in that the researcher sampled by 
simply by asking for volunteers (Trochim, 2006). Two teachers volunteered to 
participate as the “experimental” group. Therefore, the assignment of teachers to 
experimental conditions was not random; the researcher used intact groups that were 
within the same elementary buildings as the “control” group.  It was important to have 
all four classrooms within the same buildings due to the differences in population 
among the three elementary buildings within the district – especially for free and 
reduced lunch and disability populations.  
 According to the Department of Public Instruction’s school report card, the 
school from which four classrooms were selected for this study met state expectations; 
however, this school scored below the state in both reading and mathematics 
achievement.  
Participants 
 Four-second grade classrooms and ninety-one second grade students were 
studied. Fifty-one students were male and forty female. Ninety percent of students in 
the school studied were white, forty-five percent were labeled as “economically 
disadvantaged” or qualifying for free and reduced lunch - making it a Title 1 school. 
Fifteen percent of students had disabilities and less than one percent were “limited 
English proficient”.  
 Second grade was chosen because this is the age where students were commonly 
beginning to receive rubrics that teachers had used to assess their writing. However, it is 
most common that students only saw these rubrics after completing their writing, as a 
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tool to communicate their overall grade. It was rare for teachers to use these rubrics as a 
guide of expectations that could be communicated with students throughout the writing 
process. It was uncommon for teachers to give specific expectations to students for 
writing although teachers in this school wrote specific, action-based learning targets for 
math and reading. Therefore, by choosing writing, both an experimental and control 
group were available.  
  Only students who received writing instruction in the general education 
classroom were asked to participate. Students who had Individualized Education Plans 
(IEP) that specified that they should receive writing instruction outside of the general 
education setting were excluded in this study because the daily writing expectations 
would not appropriately meet their goals and needs. Correspondingly, this study aimed 
to collect data in the natural classroom setting.  Of those students who were in the 
general education setting for writing, only those who returned parental consent were 
studied. In addition to parental consent, each student signed a waiver, consenting to the 
research. More specific student characteristics are included in chapter 4.  
Measures 
 Common rubrics were created and used by all four teachers to measure student 
achievement in both experimental and control groups. Baseline and both units of study 
measured used the same categories or criteria – Focus/Ideas, Organization, Word 
Choice, Sentences, and Conventions. Each of these areas had descriptors that ranged in 
scores from 3 – “meets standard”, 2 – “developing standard expectation”, to 1 – “does 
not meet standard”. Teachers scored their own classes for each area for every unit 
studied and gave students a total score out of fifteen points (see Appendices B, E, and 
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H).  
 Prior to the study, baseline data was collected from a common assessment 
among all classrooms. This was an informational writing sample. All teachers followed 
the same curriculum and instructional practices and assessed their students using a 
common rubric (see Appendices A and B).  
 This study also involved two written assessments from each student with 
students split into two groups – a control or experimental group. Each of these writing 
pieces were created over a ten-day writing unit and all students, control or experimental, 
were assessed using a common rubric (see Appendices C-H).  
 All four teachers co-planned the units of writing together, deciding how they 
would introduce the lessons, what materials they would use as examples, and how many 
days students would have for each step of the writing process. In addition, all teachers 
used the same rubric before instructing students and evaluating their work. For all 
classrooms, feedback was given along the way. All classrooms were also using 
examples of work similar to what they were asking students to create. Finally, all 
classrooms incorporated modeling into the common writing plans (see Appendices C 
and F).  
 Then, to explicitly communicate expectations, the experimental group of 
teachers planned daily learning objectives, checklists, and rubrics in addition to help 
guide student learning as well as their instruction. They then communicated one focus 
for each day using those daily learning targets, checklists, and the rubric (see 
Appendices D and G).  
 The baseline data for each student was collected over a one-week period. Then, 
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this study took place over a one-month period of time. Each class spent ten days on 
each writing unit and assessment. The researcher observed each classroom teacher once. 
 The names of the students were not collected, however, students were tracked 
using classroom ID numbers. Students were separated by classroom and were also 
labeled as experimental or control.   
 Writing samples were kept for two months following the experiment to allow 
time to evaluate and create tables for research findings. Again, the names of the students 
were converted to student ID numbers by classroom. During this time they were locked 
in a file cabinet. Only the researcher had access to these files. 
 Again, these teachers were not randomly assigned to the control and 
experimental group. The experimental teachers were chosen because they had shown 
interest in making changes to improve their writing instruction and were willing to put 
in the extra time to give this experiment a try. Likewise, the control teachers also had to 
be willing to participate and allow their students writing to be compared to the 
experimental groups student writing passages.   
Research Procedures 
 Once the groups were assigned to either the experimental or control group, the 
first step was to meet with all teachers to co-plan the writing curriculum all four 
teachers would use (see Appendices C and F). Feedback, modeling, and examples were 
three forms of communication already being used in all classrooms prior to the study. 
For this reason, all classrooms continued using those forms of communication 
throughout the study. Next, all four teachers and the researcher planned a common 
rubric that would be used by all teachers to assess the students’ writing samples (see 
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Appendices E and H). Then, the experimental group met with the researcher to co-plan 
daily learning targets, rubrics, and checklists to communicate expectations (see 
Appendices D and G). Since all staff within this district previously received some 
development on the use of learning targets, the teachers were already using and familiar 
with learning targets. In writing, however, they were unfamiliar with writing learning 
targets and focusing their instruction around one focus each day.  
 All four teachers created the rubric together. Those four teachers were given a 
brief background on rubrics and their use in classrooms. Teachers were asked to study 
different examples of rubrics and checklists and define desirable characteristics. The 
teachers defined “student language, 3-5 criterion, specific or action-oriented language, 
visuals, and positive language” as important criterion to utilize when creating their own 
checklists and rubrics.  
 Using the same curriculum and materials as the control group, the two 
experimental teachers broke down the criteria in the rubrics into short one sentence 
expectations for each day of instruction, or part of the writing process. They were 
written as “I Can” statements in student friendly language to be communicated as daily 
learning targets. Then, these expectations became the checklists that they shared with 
students to guide students and focus their own instruction in hopes of increasing student 
achievement. The checklists were separated by into three sections – drafting, revising, 
and editing.  
 The two experimental teachers introduced the lesson, beginning with the 
learning target. They then modeled that strategy in a 5-10 minute mini-lesson. Finally, 
students were given the remainder of the class time to work, using the checklist and 
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learning target as a guide and reference. To conclude the lesson, the teachers reread and 
reviewed the learning target (see Appendices D and G). 
 Similarly, the control group gave a 5-10 minute mini-lesson where they modeled 
the work students were expected to complete that day. Last, the control group gave the 
students the rest of the class time to work (see Appendices C and F).   
 In all four classrooms, students worked through the writing process, beginning 
with introducing, brainstorming, pre-writing, drafting, revising, editing, and concluding 
with publishing. All groups followed the same mini lessons and gave the same number 
of days for each part of the writing process, keeping things as consistent as possible 
with the exception of the clear definition of daily expectations through rubrics and 
checklists in the experimental classrooms. Finally, all students created amazing pieces 
of writing. 
 Unit 1 rubric required students to stay on one topic, organize steps in the correct 
order, and use four or more time order words and verbs. Sentences needed to be clear 
and all or most sentences needed to have correct capitalization and punctuation. The 
largest change from the baseline data was the change to “all or most” sentences having 
correct capitalization and punctuation after conversations from the baseline data were 
had among teachers (see Appendix E).  
 Finally, all teachers collaborated to plan Unit 2, which was another two-week 
unit of writing. Like before, teachers planned activities for each of the ten days, 
bringing students through the writing process. Unit 2 was an opinion statement. When 
creating the rubric, teachers kept the same criterion as the baseline unit and Unit 1; 
however, descriptors changed again. For the opinion statement, students were expected 
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to state one focused opinion with three supporting facts, reasons, or examples. They 
needed to begin with an interesting topic sentence and give a concluding statement. 
Words needed to be vivid and persuasive – including words such as should, must, need, 
always, because. Sentences needed to be clear and complete and most sentences needed 
to have correct capitalization, spelling, and punctuation. This rubric, when compared to 
the others, had much more rigorous requirements (see Appendix H). 
 Following the study, results were shared with all four teachers on a one-on-one 
basis with the researcher. Upon reviewing the results, the control group was invited to 
plan and collaborate with the experimental group and the researcher if they believed 
that communicating expectations would benefit their students. This allowed all students 
access to a consistent, high-quality education. This was done on a one-on-one basis with 
each teacher. Teachers were given their data and were able to compare it to the other 
classrooms without knowing which of the other three classrooms each line of data 
belonged to.  
Data Gathering and Analysis  
 The design of the study was quasi-experimental design, in specifics, a non-
equivalent control group design (Gall, Gall, & Borg, 2010; Trochim, 2006); since two 
intact groups were selected to be, but not randomly assigned to, experimental and 
control groups, initial group equivalence was not guaranteed. In other words, the 
researcher did not control the assignment to groups through the mechanism of random 
assignment. As a result, the groups may be different prior to the study. That is, the 
design is especially susceptible to the internal validity threat of selection; any prior 
differences between the groups may affect the outcome of the study. Therefore, before 
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reporting the main results of the study, chapter 4 reports the degree of initial 
equivalence, in specific, equivalence of teacher and student characteristics and baseline 
data among four groups, employing one-way analysis of variance (ANOVA). To handle 
this pre-existing or initial group differences by statistical adjustment, analysis of 
covariance (ANCOVA) is frequently used (Gall, Gall, & Borg, 2010).     
 The ANCOVA was, therefore, used to answer the research questions, which 
determined whether the post-test scores (unit scores), adjusted for pre-test scores 
(baseline differences), differed between the two groups. In other words, ANCOVA 
answered whether experimental group had a higher mean after the treatment than 
control group; this analysis was appropriate for this study because the descriptors of 
rubrics were not the same all the way but different for baseline (informative), unit 1 
(directions), and unit 2 (opinion statement), respectively. In contrast, repeated measures 
(or mixed) ANOVAs with one within-subject variable (time: baseline vs. unit data) and 
one between-subject variable (group: experimental vs. control groups) answered 
whether the mean change (gains or growth) in the same outcome measure from pre-test 
to post-test differed in the two groups, which were directly measured by the time x 
group interaction term. Furthermore, the adjustment for the pre-test scores in ANCOVA 
had two benefits; first, it made sure that any post-test differences truly resulted from the 
treatment, and were not some left-over effect of pre-test differences between the groups. 
Second, it accounted for variance around the post-test means that come from the 
variance in where the participants started at pre-test.   
Summary 
 In conclusion, this study was done using second grade students in order to 
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provide data on a group that has not previously been studied. Four classrooms and 
ninety one students were studied – two classes as a control group and two classes as an 
experimental group. Fifty-one students were male and forty students were female. 
Separating these two groups allowed students to be compared, showing the differences 
in achievement. Efforts were made to make the classrooms consistent with the 
exception of the communication of expectations with students.  
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Chapter Four 
Results and Discussion 
 This chapter provides the results of initial equivalence and student writing score 
changes from the baseline data to the first and second units of writing between an 
experimental and a control group. Average scores were reported for all three writing 
assessments – Baseline, Unit 1, and Unit 2. Each unit was compared to the baseline 
because each type of writing was different and used different descriptors or expectations 
for the areas assessed. Then, common themes seen in the data are discussed as well as 
the result of teaching strategies. Finally, professional growth and learning observed 
throughout the research process is discussed.  
Initial Equivalence between Experimental and Control Groups: Participant 
Characteristics 
 Table 1 presents whether experimental and control groups were equivalent prior 
to the study in terms of participants’ characters, including both teachers and students. 
Experimental and control groups did not have significant differences in any of the 
demographic variables.  
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Initial Equivalence between Experimental and Control Groups: Observations and 
Baseline Data 
 Because four classrooms in this quasi-experimental design were not randomly 
assigned to experimental conditions, initial group equivalence was not guaranteed. 
Classroom 
1 (n=22)
Classroom 
2 (n=22)
Combined 
(n=44)
Classroom 
3 (n=24)
Classroom 
4 (n=23)
Combined 
(n=47)
Gender 0.08
Female 11 9 20 (45.5%) 11 9 20 (42.6%)
Race/Ethnicity 2.21
American 
Indian or 
Alaskan 
1 0 1 (2.3%) 0 1 1 (2.1%)
Asian 0 1 1 (2.3%) 0 0 0 (0.0%)Black or 
African 0 2 2 (4.6%) 0 2 2 (4.3%)
Hispanic 1 0 1 (2.3%) 0 0 0 (0.0%)
White 20 19 39 (88.6%) 24 20 44 (93.6%)
0.90
IEP, Active 3 (6.8%) 6 (12.8%)
Free/Reduced 
Price Lunch 0.74
Free 10 6 16 (36.4%) 13 6 19 (40.4%)
Reduced 3 2 5 (11/4%) 0 3 3 (6.4%)
Gender Female Female Female Female
Age 40s 20s 30s 20s
Ethnicity White White White White
Years of 
teaching; Total 
17 3 10 3
Year of teaching: 
Current grade
4 3 2 3
Chi-
square Varaible
Special Education 
Student (n=91)
Table 1
Participants Demograhic Information
Control Group Experimental Group
Teacher (n=4)
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Thus, the two groups may be different in teaching and learning, including teacher’s 
teaching and students’ learning in writing, prior to the study. While gathering baseline 
data, the researcher observed differences in the number of learning targets mentioned 
during a lesson across all four classrooms. The fewest targets shared with students 
within the control classrooms was five, while some lessons provided students with eight 
targets for them to reach during writing that day. As research shows, students can only 
handle one or two targets for each day. If students can name and focus on one task, they 
are better able to tackle the task at hand. This relieves anxiety and allows students to 
focus and excel at the skill addressed.  
 Much overlap existed instructionally among the four teachers throughout the 
collection of baseline data. All teachers followed the same outline for their lessons – 
introduce, brainstorm, plan, pre-write, draft, revise, edit, and publish (see Appendix A). 
In addition, teachers worked together to create a rubric they would all use to score their 
students’ writing samples (see Appendix B). These rubrics were agreed upon prior to 
the teachers even planning their units of writing. 
 However, these rubrics didn’t provide the consistency it aimed to provide. Even 
using the same expectations described on the rubric, it appeared that teachers were 
grading very differently. The rubric asked teachers to assign a 3, 2, or 1 for each area 
and one teacher assigned half points to some students during both the baseline unit of 
study and unit 2.  
 To meet the standards on the rubric, the writing needed to include directions the 
reader could understand, steps in order, time-order words, verbs, clear sentences, and 
most sentences using correct capitalization and punctuation (see Appendix B). Below 
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are examples of perfect scores collected during baseline data gathering – one from each 
classroom – selected randomly by the researcher. 
Classroom #1 (Control) Perfect Score Example: 
 “First in the morning my mom has to wake me up then I take a shower. Then I 
 put on my clothes. After that my mom does my hair. Then I walk downstairs and 
 I have a bowl of cearal. Last I brush my teeth before I put on my stuff. Next I 
 put on my stuff after my mom puts on her stuff. Next I kiss my dog good-bye.” 
 
In this example the student met all criteria and therefore earns a perfect score. 
 
Classroom #2 (Control) Perfect Score Example: 
 “How I get ready for school. I wake up at 7:00. Then I go and eat breafast. Then 
 I brush my teeth. Then I get dressed. Then I put my folder in my back pack. 
 Then I get my gray snow pants on. then I get my red jacket on. Then I get my 
 black boots on. Then I get in my car and drive to school.” 
In this example, it is apparent that the teacher discussed adding details by using 
adjectives during a revision lesson. Therefore, this student has additional details such as 
color words to describe his or her snow pants, jacket, and boots. Although steps are in 
order and this student used “then”, does this count as using four time-order words like 
the rubric calls for? Unlike the student in classroom #1, this student only used “then”, 
rather than “first, next, then, last”. 
Classroom #3 (Experimental) Perfect Score Example: 
 “This is how I get ready for school. First I get my clothes on. Then I go 
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 downstairs and eat breakfast. Next I comb my hair and put a bun or sompthing 
 like that in my hair. last I brush my teeth. Finally, I get my backpack coat shoes 
 and hat on and my mom drives me.” 
This child only had one error for conventions but did not have “all sentences” with 
“correct capitalization”, therefore, this student should not have received full credit. 
However, the other criteria described on the rubric are met in this example. 
Classroom #4 (Experimental) Perfect Score Example: 
 “I wack up in the morning then I eat brecfist then I get readey at 7:43 then I go 
 throo my frunt yard then I wate for bus 7 panda.” 
Although this student gave specific details about their day, used some time order words, 
and had directions that the reader can understand, there are errors evident in both 
sentences and conventions. This child should not have received full credit for meeting 
those criteria. 
 Overall, the results of the baseline data showed relevant inconsistencies in 
grading among the teachers. As shown in Table 2, inconsistencies are obvious. While 
classrooms 2 and 3 were comparable, classroom 1 had lower averages and classroom 4 
had higher averages than other classrooms.  
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 To address these consistencies, the researcher implemented an inter-rater 
reliability test. The researcher chose 5 random samples from each classroom, scored the 
work, and compared her scores with the scores given by the classroom teacher. See the 
results in Table 3 below. 
 
 Upon reviewing the results, classroom teacher #4 was asked by the researcher to 
rescore all her student samples in only the conventions category because it showed the 
lowest agreement of 61.8%, which resulted in the percentage agreement from 68.3% to 
89.6%. The revised baseline scores and comparisons between the experimental and 
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control groups are shown in Table 4.  
 
 Upon reviewing this data, it is clear that among all classrooms students seemed 
to struggle the most with Sentences and Conventions, while Focus/Ideas and 
Organization were strong areas for students. Although these classrooms were within the 
same school, there was a wide range of student abilities and although teachers used the 
same plans, implementation varied among classrooms. There were significant 
differences in initial writing scores between experimental and control classrooms. 
Specifically, scores in the experimental group were significantly higher than the control 
group in Organization (3.00 vs. 2.84, t=2.47, p <.05), Sentences (2.52 vs. 2.21, t=2.61, p 
<.01), and Total (13.12 vs. 12.21, t=2.34, p <.05).  
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Comparison of Unit 1 Scores between Experimental and Control Groups 
 
 
 
 Table 5 revealed that when adjusted for initial differences measured by baseline 
data, all five categories and total scores of Unit 1 were significantly higher in the 
experimental group than the control group.  
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Comparison of Unit 2 Scores between Experimental and Control Groups 
 
 Table 6 indicates that when adjusted for initial differences measured by baseline 
data, three categories of Unit 2 scores, Organization (2.86 vs. 2.34, t=25.7, p<.01) and 
Word Choice (2.86 vs. 2.62, t=5.39, p<.05) and Total score (13.21 vs. 11.79, t=12.5, 
p<.01) were significantly higher in the experimental group than the control group. 
Common Themes 
 The experimental classrooms scored significantly higher than the control 
classrooms in all categories of Unit 1 and some categories, including total score, in Unit 
2. This means that communicating expectations explicitly via rubrics was effective to 
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improve student-writing performance with the second grade students. While five 
categories of Unit 1 for directions were higher than baseline, only two of five categories 
and overall score were higher than baseline for Unit 2. This implies that second unit of 
writing brought new challenges for students. This could be related to the changes made 
to the rubric for the opinion statement used for Unit 2.  
Discussion 
 So, why not get all classrooms to share expectations with students? It is time 
consuming to create these rubrics well. Much of the collaboration time of all teachers 
was spent planning the rubrics that would be used for each unit. It took the experimental 
teachers and researcher a minimum of twenty minutes for each unit to plan daily 
learning targets and checklists and to break down the rubric into parts to communicate 
with students. That is time well spent when you consider the effect it had on the 
experimental students’ scores.  
 To help all students increase their scores by 10% is a goal of the district studied 
in this experimental design. Students can do this within a very short time frame if 
teachers begin to thoughtfully communicate focused expectations with students. After 
only four weeks, significant gains within the experimental classroom could already be 
noted through this study. Imagine what an entire year could do for those students. 
 This study is in agreement with the idea that when students are given 
challenging learning targets, they are “much more likely to realize achievement gains 
and invest in learning” (Hattie, 2012, p. 51).  
 This study also showed evidence of the importance of using rubrics not only to 
help students, but to inform instruction. As studies showed, skill-focused rubrics are 
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helpful because they inform the teacher’s instruction as well as familiarize the students 
to the expectations and criteria (Using rubrics, n.d.). This was true in all classrooms. 
Teachers are able to teach more precise skills when they use rubrics to inform their 
instruction.   
 The experimental teachers were successful because they had learning targets that 
were concise, “the content is organized around a limited set of powerful ideas” (Good & 
Brophy, 2008). These ideas were “explicitly taught” and therefore were able to “help 
students understand how much closer they are to success criteria” (Hattie, 2012, pp. 52-
53). These teachers found the checklists as well as “I Can” statements helpful. Although 
rubrics were difficult for students to interpret at times, many students caught on quickly 
to the use of checklists and learning targets. This complies with the research that 
“stating them verbally, displaying them in writing, and calling attention to them 
throughout a unit or lesson” makes them meaningful and useful for students.  For young 
students, many teachers use “I Can…” or “I will…” statements as their learning targets 
(Dean et al., p. 9). 
Summary 
 As the common core standards challenge our students and schools to reach 
higher standards, communicating those expectations with students will help them meet 
those rigorous expectations. Seeing these significant results over a short period of time 
is motivating for teachers and students alike. “Being in a classroom without knowing 
the direction for learning is similar to taking a purposeless trip to an unfamiliar city” 
(Dean, Hubbell, Pitler, & Stone, 2012). Teachers do not want their students feeling this 
way in their classrooms. Although time consuming, these are changes teachers can 
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make that clearly have an impact on student achievement, especially with rigorous 
material.  
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Chapter Five 
Summary and Conclusions 
 This research was done to add numerical data in support of communicating 
expectations with students. This study showed that students as young as second grade 
benefit from having learning expectations communicated in direct, intentional ways. 
This study provided students will multiple types of feedback in all classrooms – 
feedback, examples, and modeling. In addition, the experimental group explicitly 
narrowed the focus for each day using rubrics, checklists, and daily learning targets. 
 Students in the experimental group that received explicit instruction on 
expectations scored higher overall than the control groups in both writing units studied.  
In the first writing unit, the experimental group scored significantly higher in all criteria 
assessed. For the second unit of writing, only two areas showed significantly higher 
scores for the experimental group, but it still resulted in a significantly higher total score 
than the control group.  
Educational Implications 
 These findings imply that all students should receive explicit instruction on the 
expectations of their work throughout the writing process. The use of daily learning 
targets, checklists, and rubrics was shown to increase scores significantly over the one-
month period of time which this study took place.  
 Education is constantly changing and growing. In response to these initiatives, 
the ways teachers instruct must grow as well. The common core standards are bringing 
a new level of rigor to our classrooms. In addition, data is become more and more 
valued in education as educator effectiveness makes its way into schools next fall and as 
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many schools hold teachers accountable for helping students score highly on 
standardized assessments through merit pay. These new initiatives and many others can 
lead to anxiety among students and staff. Not only is more expected of students, but 
many staff are being pushed harder than ever to get higher achievement scores out of 
their students.  
 In the district studied, there is a district goal of raising students’ achievement by 
10% on standardized reading and math tests in one year. That is an admirable goal, but 
certainly a lofty goal as well. Seeing that overall achievement between classrooms 
where expectations were communicated explicitly and where they were not could have 
as significant an increase after only 4 weeks is encouraging when put into context with 
these types of goals.  
 Having this data to support the use of rubrics, checklists, and daily learning 
targets helps schools that want to raise achievement find a tool to help them do so. 
Often districts, schools, and teachers set goals but are unsure of the steps they will take 
in order to reach those goals. There is not lack of teaching strategies to choose from that 
claim to raise student achievement or motivation, but there is certainly a lack of 
numerical, tested data to support each teaching strategy that these districts, schools, and 
teachers could choose to adopt. This study implies that learning targets, checklists, and 
rubrics are effective strategies that raise student achievement. Best of all, these results 
can be seen even after a short, one-month period of time.  
 Many classrooms in the district studied are already using “I can” statements or 
learning targets to help communicate expectations for math and reading, but it is not 
known numerically what effect this is having on student growth and achievement. 
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Again, this study aimed to provide that numerical data to defend the idea that 
communicating expectations with students allows for greater achievement. If only all 
strategies available for teachers had hard data teachers could reference when making 
decisions about whether or not to implement a new teaching strategy with their students. 
  Much of the success with this study may be attributed to the multiple ways the 
experimental teachers communicated expectations with their students. Each student had 
better odds of achieving because they could connect with at least one of these resources 
– learning targets, checklists, or rubrics. These are visual, written, and spoken 
expectations and they are all focused and consistent. When students know where they 
are headed, they are able to make decisions about how to get their work to that level. 
 Rubrics were a popular topic amongst the researcher and teachers throughout 
this experimental design. Writing rubrics is difficult and none of the rubrics written 
were perfect. After each unit teachers discovered things they would change about the 
rubric. With Unit 1 the teachers were not satisfied with the description of “verbs”. What 
types of verbs were they asking students to include? In addition, “time order words” 
was not specific enough. Should they have four “thens” in their paper or do they need 
four different time order words? These conversations helped teachers expand the rigor 
of their expectations, make decisions about changing instruction, and specify 
consistency in expectations among classrooms.  If these conversations and revisions 
continued students, teachers, and families would be better served by the rubrics. 
Overall, this experiment proved that rubrics are for much more than grading. They truly 
are a form of feedback as well as a communicator of expectations to students, which 
implies that they should be communicated prior to the completion of a paper or project. 
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In addition, they guide instruction and help teachers discuss expectations specifically to 
ensure consistency in education from one classroom to another, which is vital as many 
districts continue expanding. 
 In further discussions about rubrics, after teaching Unit 2, teachers were noticing 
that there was a large gap between some of the descriptors of a “3” – meeting standard 
and a “2” – developing standard. For example, the criteria for a 3 under “organization” 
required work that “begins with an interesting topic sentence, then gives facts, reasons, 
or examples and ends with a strong concluding statement”. To be considered 
developing the standard, students work could be “missing either a topic or closing 
statement”. There were a lot of writing samples that fit somewhere in between. Again, 
writing and using these rubrics provided a lot of growth for the teachers. They started 
having conversations about the work their students were creating and where they had 
not been clear or consistent in their instruction and rubric.  
 This data helped solidify the belief that communicating expectations helps 
students achieve. Discussing how they graded students and weaknesses of the given 
rubrics provided growth that is not seen when teachers are not analyzing data and 
having conversations about the practice that took place in each room. Although these 
teachers were close in proximity, they never saw one another teach and each teacher did 
things slightly differently. Data allowed those differences to be shared. It was clear to 
each teacher which area their students had struggled with most. Today, data can be 
scary to teachers but when it is used to talk about how teachers can grow instructionally, 
becoming more purposeful, teachers are willing to share data because they are all there 
for the same reason – to benefit the students and help them grow.  
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 This data added impact not only for teachers but also for principals and other 
administrators, especially as our educational systems create more rigorous goals and 
rely more heavily on data to measure these goals. These groups may be more persuaded 
by objective, numerical data, persuading them to emphasize the importance of adopting 
these teaching strategies for their schools and districts.  
Recommendations for Future Research 
 This study was done in a school with a high population of students on free and 
reduced lunch. It would be interesting to see the benefits of communicating 
expectations with students in other student populations or other grade levels. This 
information would show what populations most benefit from the use of rubrics, 
checklists, and learning targets to communicate expectations. Are the benefits consistent 
across grade levels? 
 Another study could look closer at each component used in this study. Because 
so many strategies were used in conjunction with one another – rubrics, checklists, and 
learning targets – having each skill used in isolation and comparing their effects 
singularly would be beneficial. This way a teacher could break down the benefits of 
using each strategy and make decisions about which strategy to implement in their 
classrooms for greatest student growth. 
 This study was done over a one-month period of time. How would the gap 
between experimental and control groups look over a larger span of time? Would the 
experimental group more quickly, creating an increasingly significant gap between the 
experimental and control groups? If possible, further research could look at the 
differences in scores over a longer period of time. 
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 This experiment led to many more questions related to rubrics. The daily 
learning targets and checklists seemed much easier to write and use than the rubrics, but 
it was the rubrics that truly helped define the overall quality of work expected. In 
addition, the rubric was important for students to know and understand because it 
defined their final score.   
 If students are given rubrics throughout a writing process and asked to use them 
to self-assess, how would they score themselves again the scores given by teachers? 
Similarly, how would this reflect their understanding of the expectations and therefore 
their overall scores and achievement? To take this study further, a researcher could ask 
a teacher to use a rubric, introducing it in parts throughout a writing process and have 
students check their work daily against that part of the rubric. For example, during pre-
writing they would likely focus on the criteria Focus/Ideas. Teachers would discuss that 
row of the rubric only and ask students to assess their writing in that area only. Then, 
the teacher could score the student work and the researcher could compare the teachers 
score to the score the student gave him or herself. By comparing these two scores, the 
researcher would understand to what extent students were able to use and understand 
the expectations given using the rubric. 
 To take it further, the overall growth in achievement could be compared to this 
study to show whether or not an understanding of the rubric and expectations truly leads 
to higher achievement or not.  
Conclusions 
 The reason an experimental design was chosen was to give data supporting a 
topic where very little data currently exists. In education there are many new teaching 
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strategies and a teacher cannot adopt and implement all these new teaching strategies 
well at one time. Therefore, it is important for teachers to prioritize. They must choose 
and use strategies that are proven effective for students. Teachers need strategies that 
have been tested in classrooms similar to their own and been proven worthwhile. Seeing 
data can help teachers make more informed decisions. Reading narratives is common 
but there are many strategies that can work for one or two students. In education today, 
we need to see results that are bringing up all our students, helping them rise to more 
rigorous standards and giving them the confidence to create quality work that they are 
proud of. Finally, although this data most helps teachers make informed decisions about 
their instructional practices, the main goal is to improve student achievement and 
learning. In conclusion, this study was done for students – to communicate with them 
what is expected so they can creatively make decisions on how achieve their best 
scores.  
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Appendix A – Plans for Baseline Unit 
Grade 2 – Informational Writing 
 
 
 
 
 
 
 
 
 
 
 
 
 
Teacher: Students: 
Day 
1  
 Share examples: Madame CJ Walker, 
Student example in Teacher’s edition p. 
227), online video/article 
 Discuss key features 
 Introduce prompt: Write about a problem 
you had and tell how you solved it 
 Discuss key features from 
examples 
 Create a T-Chart of problems 
and solutions from own 
experiences 
Day 
2  
Review key features 
 real/true 
 problem 
 facts 
 solution 
 adjectives/ 
descriptive 
 Draft 
Day 
3  
 Introduce checklist 
 Confer with writers 
 Use checklist to review 
writing 
 Free Write 
Day 
4 
 Review goals, ways to improve stories  Draft 
Day 
5  
 Show how to compare/contrast drafts 
using checklists - Student example?  
 Use checklist to review 
writing 
 Compare two informational 
paragraphs 
 Turn in best draft for 
Trimester 2 gradebook 
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Appendix B – Rubric for Baseline Unit 
 
Informative Rubric 
 
 3 2 1 
Focus/Ideas Reader can 
understand the 
directions; tells 
facts about real 
people, events, or 
things 
Reader can 
understand some of 
the directions, has 
facts and details. 
Reader cannot 
understand the 
directions well; few 
or no facts. 
Organization Steps are organized 
in the correct order. 
Steps are mostly in 
the correct order. 
Some steps are out 
of order or missing. 
Word 
Choice 
Uses exact words to 
describe people, 
events, and things 
(uses 4 or more 
time-order words) 
Uses some exact 
words to describe 
people, events, and 
things (uses 2-3 
time-order words 
and verbs) 
Uses few exact 
words to describe 
people, events, and 
things (uses 1 or 
less time-order 
words and verbs) 
Sentences All or most 
sentences are clear 
Some sentences are 
clear 
Sentences are not 
clear 
Conventions All sentences have 
correct 
capitalization and 
punctuation 
Some sentences 
have correct 
capitalization and 
punctuation 
Few sentences have 
correct 
capitalization and 
punctuation 
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Appendix C – Control Plans for Unit 1 
 
Day 1 - Introduce 
 Introduce the genre using brainpopjr video on directions.  
 Introduce prompt “write the steps for how to make something” 
 Discuss possible topics whole group 
 Students list or create webs of things they are an expert on 
 
Day 2 - Brainstorm 
 Demonstrate: how to wash hands, how to make a sandwich, how to make 
brownies 
o One student does the actions 
o One student dictates steps 
o Teacher records 
 Students review list/webs and choose one topic 
 Students choose one topic and explain steps while partner acts out steps 
 
Day 3 - Pre-write 
 Begin writing steps on sequence chart graphic organizer 
 
Days 4-5 - Draft 
 
Day 6 - Revise 
 
Day 7  - Edit 
 
Days 8-10 - Publish/Share 
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Appendix D – Experimental Plans for Unit 1 
Directions Unit 
Day/Learning 
Target 
Teacher Will…  Students Will... 
1- Introduce  
 
 
I can list 
things I am an 
expert at 
making or 
doing. 
 Introduce the genre using 
brainpopjr video on 
directions.  
 Introduce prompt “write 
the steps for how to make 
something” 
 Discuss possible topics 
whole group 
 list or create webs of things 
they are an expert on 
2 - Plan 
 
 
I can add 
specific 
details to 
make my 
directions 
clear. 
 Demonstrate: how to wash 
hands, how to make a 
sandwich, how to make 
brownies 
o One student does 
the actions 
o One student 
dictates steps 
o Teacher records 
 review list/webs and choose 
one topic 
 choose one topic and explain 
steps while partner acts out 
steps 
3 - Prewrite 
 
 
I can use time 
order words 
to put my 
steps in order. 
 Model using the sequence 
chart, choosing time order 
words for the topic you 
demonstrated yesterday 
 Begin writing steps on 
sequence chart graphic 
organizer 
4 - Draft 
 
 
I can use time 
order 
words  and 
specific 
details to 
make my 
directions 
clear. 
 Model taking your 
sequence chart from 
yesterday and turning it 
into a draft.  
 Use sequence chart to begin 
drafting 
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5 - Draft 
 
 
I can use time 
order 
words  and 
specific 
details to 
make my 
directions 
clear. 
Mini Lesson - adverbs  Drafting 
 Complete drafting checklist 
6 - Revise 
 
 
I can find and 
use vivid 
verbs.  
 locate verbs on your draft 
or a student’s draft. 
 Take suggestions for ways 
to change some verbs and 
make them more vivid.  
 Circle verbs 
 Change at least 2 verbs to 
make them more vivid for the 
reader! 
 checklist 
7 - Edit 
 
 
I can use 
punctuation, 
capitals, and 
spelling to 
help the 
reader 
understand. 
 review editing  reread writing 
 checklist 
o punctuation 
o capitals 
o spelling 
8-10 
Publish/Share 
- Contest? 
 
 
I can re-write 
a neat final 
copy to help 
the reader 
understand.  
 
 
 re-write final copy 
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Appendix G – Experimental Plans for Unit 2 
Opinion Writing 
Lesson 19 
2 Weeks 
 
 
 Teacher will... Students will... 
Day 1 - Introduce 
 
I can make and support my 
opinions. 
● Play the would you 
rather game 
http://www.teacherspayteach
ers.com/Product/Four-
Seasons-Would-You-Rather-
400680 
http://www.pinterest.com/pin/
510384570241869614/ 
 
● Share examples of 
opinion writing pieces 
Use any of the books listed 
on Day 7 OR 
http://www.thewritesource.co
m/studentmodels/wa-
mcbungle.htm 
http://readingrecovery.org/im
ages/pdfs/Conferences/NC13
/Handouts/Fielhauer_Opinion
_Writing_Handouts.pdf 
OR examples below 
● Make an opinion and 
support their answer 
with sound reasons 
Day 2 - Brainstorm 
 
I can choose an opinion. 
 
Rubric - Focus/Ideas 
● Introduce Prompt 
Write about one 
change you think our 
school could make 
and give reasons to 
support your answer.  
● List, create a web, or 
talk with a partner to 
generate topic ideas 
Day 3 - Pre-write 
 
I can support my opinion 
with reasons, facts, and 
examples. 
 
Rubric - Focus/Ideas 
● Model using the 
graphic organizer to 
write the topic and 
supporting reasons 
Can get graphic organizer 
from BreAnna or there is 
another example below.  
● Choose one topic 
● Write three reasons to 
support your opinion 
for that change 
Day 4 - Pre-write/Draft 
 
I can write a topic and 
● Use examples from 
Day 1 to discuss topic 
and closing sentences 
● Write a topic and 
closing on the graphic 
organizer 
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closing sentence. 
 
Rubric - Organization  
● Take ideas from 
students and model 
adding those to the 
graphic organizer 
Days 5-6 Draft 
 
I can include a topic 
sentence, supporting 
reasons, and a concluding 
sentence. 
 
Rubric - Focus/Ideas, 
Organization 
● Mini lesson on 
language - 
formal/informal 
language 
● Which best suits your 
audience? 
● Draft a paragraph that 
begins with an 
introduction, has at 
least 3 supporting 
reasons, and has a 
closing  
Day 7 - Revise 
 
I can find and use vivid, 
persuasive words to 
convince the reader. 
 
Rubric - Word Choice 
● Read an example text 
and discuss word 
choice/voice for 
persuasive opinion 
writing 
should, must,. need, 
always… 
 
 
● Look for strong words 
in their text or add 
those words 
  62 
 
 
Day 8 - Edit 
 
I can use punctuation, 
capitals, and spelling to 
help the reader understand. 
 
Rubric - Sentences, 
Conventions 
● Review editing for 
capitals, punctuation, 
and spelling 
● Correct spelling, 
capitalization, and 
punctuation 
Days 9-10 Publish/Share 
 
I can re-write a neat final 
copy to help the reader 
understand.  
 ● Re-write a final copy 
● Share with audience, 
classmates, etc. 
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